This paper investigates the educational achievements of second generation immigrants in several OECD countries in a comparative perspective.
Second, we provide novel analysis of cross-country comparisons of test scores of children from the same country of origin, and compare (conditional) achievement scores in home and host countries. The focus is on Turkish immigrants, whom we observe in several destination countries. We investigate both mathematics and reading test scores, and show that the results vary according to the type of skills tested. For mathematics, in most countries and even if the test scores achievement of the children of Turkish immigrants is lower than that of their native peers, it is still higher than that of children of their cohort in the home country -conditional and unconditional on parental background characteristics. The analysis suggests that higher school quality relative to that in the home country is important to explain immigrant children's educational advantage.
INTRODUCTION
The emphasis of the debate on immigration has shifted in recent years, from issues surrounding new immigration to issues surrounding the integration of the existing populations of immigrants, and their children. For instance, integration dominates the public debate in Germany, albeit Germany having witnessed a substantial decrease in immigration over the last decade, and even net outmigration in 2008. Concerns about the integration of foreign immigrants have also been one of the main motivations for the Dutch "Law on the integration of immigrants": The law, which became effective in the Netherlands in 2007, introduces an obligation to integrate into Dutch society for people entering the Netherlands. Likewise, Italy has recently amended its immigration law, and now requires all immigrants who have been in the country for at least five years and apply for a permanent residence permit to pass an Italian language test. Similar debates about integrationenhancing measures have opened up in other European countries. Thus, the focus of the political debate seems to have shifted from policies that regulate immigration to policies that regulate the integration of existing populations of immigrants.
The integration of immigrants and in particular of their children is a key challenge for policy makers.
Many European countries are not well prepared for this task, in comparison to countries like the US, Australia, and Canada. This has at least two reasons. First, immigration -and in particular immigration of culturally and ethnically diverse populations -is a relatively new phenomenon for most European countries, posing many new challenges. For instance, Bisin et al. (2011) show that first generation immigrants in European countries, regardless of their origin, have a stronger ethnic identity than natives. Secondly, many European countries did not accept -until recently -that they are in effect immigration countries, and lack long-term integration programmes (see e.g. Bauer, Lofstrom and Zimmermann (2000) and references therein).
But how different are Europe's second generation immigrants from native born individuals of the same age, in terms of their educational attainment? How do they compare to their parent generation? Are there large differences across European countries, and is Europe different from the classical immigration countries US, Canada and Australia? How do immigrant children perform in the school systems of their parents' destination countries, compared to their peers back in their parents' home countries? Not much comparative work exists on these issues, and -despite being a key part of the debate about immigration -little conclusive evidence on the educational attainment of Europe's second generation immigrants, and how this compares to that of their parents, is available.
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Our paper makes a number of contributions. First, we provide evidence on the relationship of educational attainment between immigrants (whom we define as individuals who are born in another country), and their children for countries with significant immigrant populations. Second, we use standardised performance tests across many countries, drawn from the PISA survey, to extend Schnepf's (2007) work in a number of dimensions. We consider a larger number of countries, clustered in culturally homogeneous groups, and use more recent data. Moreover, we look at both reading and mathematics test scores, and not only at maths scores. Finally, we adopt a slightly different reference group, defining as natives only individuals with both parents born in the country. 3 Third, we compare the test scores of the children of Turkish immigrants not only with those of native born individuals across destination countries, but also with test scores in the same tests of Turkish children in Turkey. Previous work by Luthra (2010) performs a similar analysis, but restricted to Germany, comparing the test scores of different groups of immigrant children to the test scores of children in their countries of origin. Dronkers and de Heus (2010) analyse, in a slightly different setting, the difference in PISA science test scores results between children of immigrants pooled across eleven European countries and those of non-immigrants in origin countries. We add to this literature by providing cross country analysis of children from the same origin country, and we investigate both mathematics and reading test scores.
Our results show that the educational achievement (measured as test scores in PISA achievement tests) of children of immigrants is heterogeneous across countries, and strongly related to achievements of the parent generation. In countries where the foreign born parents are well educated (as e.g. in Australia), the children of immigrants tend to do well, and sometimes even better, than their peers who are born to native born parents. On the other hand, in countries where children of native born parents outperform the children of immigrants, this is primarily due to the more disadvantaged family background of immigrant children. The disadvantage considerably reduces, and even disappears for some countries, once we condition on parental background characteristics.
Comparing children of Turkish origin in different host countries to children in Turkey, we find that for mathematics, even in host countries where the test scores achievement by the children of Turkish immigrants are lower than those of their native peers, they are still higher than those of children of their cohort in the home country. This is both conditional and unconditional on parental background 5 characteristics. Our analysis also suggests that higher school and peer quality in the host countries relative to the home country is a main determinant of immigrant children's educational advantage.
The paper is structured as follows: in the next section we describe the data used for the analysis.
Section 3 provides background information on immigrants' educational achievement in different countries and on the intergenerational correlation of immigrants' education and of immigrant-native gaps. Section 4 turns to the analysis of PISA data: we first investigate test score gaps between immigrants and natives; then we focus on Turkish immigrants and describe their achievement gaps relative to natives in different countries, and the differences in their test scores results with Turkish children in Turkey. Section 5 concludes and discusses the policy implications of our findings.
BACKGROUND AND DATA

Integration and Intergenerational Mobility
Before we investigate the relationship between educational (or other) outcomes of the children of immigrants and natives, it seems important to address a number of conceptual issues. A key factor in the determination of the educational attainment of second generation immigrants is the educational attainment of their parents. If children's outcomes are correlated with the outcomes of their parents, in the sense that parental background has some impact on child's outcomes, and if two parent populations (like natives and immigrants) have different mean outcomes, then the outcomes of the populations of their children will most likely also differ. To what extent parental outcomes are passed on to the offspring depends partly on the intergenerational correlation between parent and child generation. If this correlation is less than 1 (but larger than zero), the mean outcomes of children will be less different than the mean outcomes of parents. If two parent populations (like immigrants and natives) have different mean outcomes, but similar intergenerational correlations, then the same will be true for their children, although to a lesser degree. This is important, as it suggests that integration policies cannot be considered unsuccessful if they do not achieve the same mean outcomes for immigrant and non-immigrant children, as long as the parent generations differ. 4 We will demonstrate this in the sections below.
[Box 1] 6
Data
Our analysis is based on three international datasets: the OECD Programme for International Student Assessment (PISA) database, the European Union Labour Force Survey, and the European Social Survey. This section describes briefly each dataset.
Throughout the paper, and regardless of the dataset used, we define "first generation" immigrants as individuals born abroad, and as "second generation" immigrants the children of foreign-born parents born in the destination country. We exclude mixed-background children (i.e. children with one foreign-born and one native-born parent) from our analyses, unless explicitly specified.
Programme for International Student Assessment (PISA)
PISA is an internationally standardised achievement assessment. It is administered to 15-year-olds in schools in all OECD countries as well as in a number of partner countries (like e.g. Brazil, Russia, Croatia, Chile). PISA assesses students' reading, mathematics and scientific skills by means of internationally standardised test scores. Questions are designed to reflect the capacity of students
to extrapolate from what they have learned and apply their knowledge in novel settings.
PISA assessments started in 2000, and have since been conducted every three years. Our work is based on the 2006 assessment of reading and mathematics proficiency.
Tests are typically administered to between 4,500 and 10,000 students in each country. In 2006, 57 countries participated in the assessment. Beside test scores in reading, mathematics, and science,
the PISA dataset has also information on parents' and children's country of birth, as well as on a number of household and school characteristics. However, countries of origin of children and parents are not coded consistently in all participating countries. For this reason, we are not always able to distinguish between different origin countries (except for Turkey in some destination countries, see section 4.2).
PISA test scores are internationally standardised, to have mean 500 and standard deviation 100 across OECD countries, therefore gaps in PISA scores can be straightforwardly interpreted in terms of percentage points of an international standard deviation.
Each student in PISA is tested on a randomly drawn subset of the total set of questions. For this reason, test results are not presented as point estimates. Rather, a probability distribution of test scores is estimated for each pupil based on their answers. Then, for each pupil five random draws are taken from the estimated distribution and reported in the dataset. These draws are referred to 7 as "plausible values", and are a selection of likely proficiencies for students that attained each score (see OECD (2009a) for details). Throughout the analysis, we account for the use of imputed regressors in computing the standard errors of our estimates by using the "unbiased shortcut" procedure described in OECD (2009b) . Moreover, we take into account the complex sampling design of PISA (described in OECD, 2009a) using the replications weights provided in the dataset.
European Union Labour Force Survey (EULFS)
The The EULFS collects information on respondents' personal circumstances and labour market status and occupation; however, there is no wage information. It also contains information on country of birth (grouped in macro-areas) and, where applicable, years since migration, but it has no information on ethnicity or parents' country of birth. Moreover, disaggregated information on macro-area of origin is consistently available only since 2004.
European Social Survey (ESS)
The ESS is a repeated cross-sectional survey, intended to map the attitudes and beliefs of citizens in Europe (see e.g. Card, Dustmann and Preston (2005) (2002 and 2004) , and Greece in three waves (2002, 2004, and 2008) .
On average, about 1800 individuals are interviewed in each country in every wave.
The ESS collects information on values, attitudes, political engagement and identity, but also some core demographic information. In particular, the ESS contains information about country of birth of individual respondents and of their parents, and about the number of years of full time education received. In our analysis we pool all available waves to obtain large enough samples for the foreign born populations and their children.
DIFFERENCES IN EDUCATIONAL OUTCOMES AND
INTERGENERATIONAL CORRELATION
As we discuss in the previous section, the educational attainment of immigrant children, and in comparison to the children of natives, cannot be seen in isolation from their parent generation. In this section we provide some evidence on the differences in educational outcomes of immigrants in the different countries we consider, and how this relates to the outcomes of their children.
The first generation: Heterogeneity in educational background
Immigrants represent a sizable, and increasing, fraction of the total population in most OECD countries. However, the size and composition of the immigrant population varies considerably across countries, as we show in the first column of Table 3 .1.
[ Table 3 .1]
The share of immigrants in the total working age population tends to be lower in Nordic and Southern European countries (with the notable exceptions of Sweden and Spain), and higher in Central European and Anglo-Saxon countries, which have a longer history of immigration. The share of immigrants in the total working age population ranges between 3.3% in Finland and almost 24% in Australia and Canada.
Countries also differ greatly in the relative educational distribution of immigrants and natives. In Table 3 .1 we use the International Standard Classification of Education (ISCED) and define as "low education" ISCED levels 0 to 2 (up to lower-secondary education), and as "high education" ISCED levels 5 and 6 (tertiary education). In columns 2 and 3 of table 3.1 we report the share of, 9 respectively, natives and immigrants with high education, while in columns 4 and 5 we report the share of immigrants and natives with low education. The share of immigrants with tertiary education ranges between 13.2% in Italy and 37.5% in Norway, while the share of immigrants with no more than lower secondary education is lowest in Canada (21%) and highest in Portugal (52.3%). In general, there is a positive correlation between immigrants' and natives' education, with Southern European countries having a large share of low educated immigrants as well as among the largest shares of low educated natives, and Nordic countries having high shares of tertiary educated immigrants and natives. Immigrants are on average more educated than natives in Italy, Portugal, Sweden and the UK, while they are less educated than natives in Belgium, Germany, Finland, France, Greece, and the Netherlands.
If there is some degree of intergenerational correlation in education, as we discuss in the previous section, then we would expect the native-immigrant education gap to persist also among the second generations. Therefore we would expect the relative educational achievement of second generation immigrants to differ across countries, in accordance with their parents' educational gaps.
Intergenerational mobility
How persistent across generations are the immigrant-native education gaps? Table 3 .2 relates the educational achievements of first generation immigrants to that of their children's generation across
Europe. The table uses information on the number of years of full time education obtained from the European Social Survey (ESS), where we pool together the four ESS rounds (years 2002, 2004, 2006 and 2008) to increase the number of observations in each country.
[ Table 3 .2]
We define a "parent generation" as immigrants (i.e. foreign born) aged 55 to 75 and a "second generation" by looking at the native-born children of foreign born parents, and who are 25 to 50 years of age. Individuals in the latter group are likely to be the daughters and sons of individuals in the former group. This is similar to the approach followed by Dustmann and Theodoropoulos (2010) .
The first column of the table reports, for each country, the mean number of years of education of the parent generation, while the second column displays the mean number of years of education of the children's generation. Since the number of sampled second-generation immigrants in the chosen age range is small in most countries (the cross-country mean number of observations is 59.8), in column 3 we adopt a less restrictive definition of second-generation immigrants, where we define as second-generation all individuals with at least one foreign-born parent. The educational attainment of the children generation is higher in all countries, reflecting secular movements towards higher education, but there is a strong statistically significant positive correlation between parents' and children education across countries. This is displayed in Figure 3 .1, where we only include countries with more than 15 observations for second generation immigrants.
[ Figure 3 .1]
In the figure we plot mean years of education of the parent immigrant generation against the mean years of education of the children generation. The lines crossing each dot denote the 95% confidence interval, and indicate the precision of the measurement. The regression line through the dots has a slope of 0.7 and is statistically significant at the 5% level. 5 It shows the degree of intergenerational transmission of education across immigrant generations, and it corresponds to the parameter ρ in our model presented in Box 1.
While the analysis so far was related to the educational achievements of adult immigrants and their children, we now turn to the schooling performance of the children of immigrants at age 15. Using the OECD PISA dataset, we can directly study the link between immigrant children's school performance (measured by test scores) and their parent's education. Figure 3 .2 reports, for each of the countries we analyse, the average immigrant-native gap in maths test score at age 15 and the immigrant-native gap in average parental education, measured by the difference in the share of students with at least one parent having tertiary education.
[ Figure 3 .2]
The figure shows a strong and statistically well determined correlation between the two measures: a regression of the average maths test scores gap on the gap in the share of children with at least one highly educated parent gives a coefficient of 1.24 with a standard error of 0.527. This is much in line with what we established above, and suggests again that parental attainment and the attainment of children is correlated.
The share of pupils with at least a tertiary educated parent is higher among immigrants than among natives in Southern European countries and Anglo-Saxon countries (with the exception of the US), while it is generally lower in Nordic and Central European countries (with the exception of Sweden).
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On the other hand, the gap in maths test scores between immigrant and native children is lower (or even positive) in Anglo-Saxon countries, than in Southern European countries. by natives is higher than in schools attended by immigrants. However, in Greece it is immigrants who tend to be enrolled in better schools, while the average peer quality in Italy is similar for both immigrants and natives. The last column of Table 4 .1 reports the percentage of pupils who speak a foreign language at home. This percentage is obviously close to zero for natives in all countries, while significant differences exist for immigrants across countries. In Anglo-Saxon countries the share of immigrant pupils who do not speak the country language at home is quite low, except for the US where it is 56%. In Nordic countries, conversely, the percentage of those who do not speak the country's language at home is significantly higher, between 41% in Denmark and 54% in Norway.
Similarly high are the shares in Central Europe, except for France (28%) and the Netherlands (37%).
In Austria 78% of immigrant children speak a foreign language at home, the highest share among all countries. Countries in Southern Europe are more polarised: at one extreme, Greece and Portugal have just 7% and 9%, respectively, of immigrant pupils speaking a foreign language at home, while at the other extreme, 27% of immigrant children in Spain do not usually speak Spanish with their families.
We now turn to regression results on reading and maths scores. In Tables 4.2 and 4.3 we report the differences in reading and mathematics test scores between second generation immigrant and 13 native children at age 15 in each of the countries we analyse, as recorded by the 2006 PISA tests 7 . In the different columns we condition on different sets of explanatory variables. The estimated coefficients we report can be interpreted as percentage of an international standard deviation (see section 2.2.1).
[ Differences in family background between immigrants and natives reduce their achievement gaps, but, in most countries, do not account for the entire achievement disadvantage. We therefore investigate, in columns 3 and 4, to what extent the remaining gap is due to differences in school and peer quality between the schools attended by immigrant and native children. In column 3 we control for several school characteristics 8 . We include as additional variables a dummy for whether the school is public or private, an index of educational resources, the average school class size, the proportion of teachers with a college degree, and several variables capturing school selectivity, ability grouping, school autonomy, and school accountability. We provide details on these variables in the Appendix. Interestingly, the inclusion of these variables does not have a sizeable effect on the estimated gaps, except for Australia where immigrants' advantage disappears, and Belgium, where the gap is substantially reduced. In all other countries the size of the gap is essentially unaffected.
This points at school characteristics not being too important in explaining the gaps, but might also be due to the measurement error in these variables.
In column 4 we add peer quality, measured as the average test scores in the subject of the test for the other children in the school as an additional control. Besides peer quality, it also reflects the average school quality. Controlling for peer quality has different effects across countries. In Canada, the immigrant-native gap becomes small and statistically not significant. As we know from (2010), which shows that language spoken at home is the largest single factor that explains early achievement gaps for ethnic minority children in the UK.
In column 7 we report the gaps conditional on family background and language only. These two variables alone account for the entire immigrant-native gap in Nordic and Southern European countries (except for Finland), while they magnify the achievement advantage of immigrants in Australia and Canada. In Central Europe, they account for the entire gap in Germany and France, for over 60% of the gap in Austria, Belgium, and Switzerland, and for 40% in the Netherlands 9 . As for reading, we report in column 7 the gap in mathematics test scores conditional on family background and language only. These two variables alone account for a substantial fraction of the gap in many countries. They are even enough to drive the gap to zero in the US, Denmark, Norway and France.
In the Tables Appendix, we also report results for the gaps in reading ( Columns 3 We now turn to an analysis of the test scores of the children of Turkish immigrants ( These results are in line with the interpretation that selection on observables does not account for the stronger educational achievements of Turkish children abroad, relative to those who stayed in the home country. However, there may be other factors that we cannot account for, and that lead to these differences in achievement. For instance, immigrant parents may place a stronger emphasis on the education of their children, as they may lack existing structures and networks to advance their children's careers in other ways, conditional on their educational background.
One reason why Turkish children abroad perform better relative to those who stayed in Turkey is the exposure to higher quality peers, and better educational resources or teacher quality, as was suggested by the numbers in Table 4 .4 12 . We explore this in column 3 of Table 4 .5, where we report the gap in reading and mathematics scores when we control for the average test scores of pupils in the school and for the two measures of school inputs reported in Table 4 .4, a teacher shortage index and an index of quality of educational resources. Adding these controls reduces the reading and mathematics gap of Turkish children relative to natives in all countries, with the exception of Denmark, suggesting that Turks in these immigration countries attend schools that are of lower quality than those attended by natives. However, controlling for school quality has the opposite effect on the relative achievement gap of Turkish children in the immigration countries, relative to Turkish children in Turkey: The reading gap becomes negative, significant, and large in all countries, ranging between -27 in Belgium and -49 in Denmark, while the Maths score gap also turns negative and significant in each of the immigration countries. This suggests that a reason for Turkish children in three of the five immigration countries performing better in Maths than Turkish children in Turkey is the higher school-and peer quality in the immigration countries.
We have shown in This advantage is even higher among those children who have more familiarity with the host country language because they speak it at home. A key determinant of this educational advantage is the higher quality of peers and schools in host countries.
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DISCUSSION AND CONCLUSIONS
Integration of immigrant communities is among the foremost policy concerns in many European
countries. An important focus is on the intergenerational dimension of this process. Here the differences in educational outcomes between the children of immigrants and the children of natives have attracted particular attention. Nevertheless there is little work that compares the achievements of immigrants' children across different countries, and puts them in relationship to the educational outcomes of the parent generation. This is what we do in the first part of the paper.
Before addressing this issue using data from various cross-country surveys, we show that the way immigrant children compare to native children is importantly determined by the differences in the same outcomes between the parent generations. This implies that, if there is a similar intergenerational mobility in both groups, immigrant children will -on average -perform more poorly than native children if their parents are lower educated than natives.
The first part of our analysis confirms just that. We show that immigrant children's educational attainment across countries is strongly correlated with the level of education of their parents. In those countries where immigrants are highly educated (in particular the Anglo-Saxon countries Australia, the UK and Canada), their children's educational attainments are similar to those of natives, or -in the case of Australia -even better. On the other hand, in countries where immigrants have a far lower level of education than natives, their children tend to do substantially worse than those of natives.
These results are confirmed when analysing test score results for 15 year old children across 18 countries. The test score gaps between children born to immigrants and natives tend to be larger the larger the differences in education between immigrant and native parents. When we condition on parental characteristics the educational achievement gap between children of immigrants and natives is substantially reduced in most countries. Another important factor in reducing the test score gap between children of immigrants and natives is school and peer quality. However, the most important single factor in explaining differences between immigrant and native children seems to be the language spoken at home. There are a number of conclusions that emerge from our work. First, there is substantial heterogeneity in the way the children of immigrants perform in the destination countries.
Traditional immigration countries, like the US, Australia, and Canada, seem to do well in absorbing immigrant children, with test score gaps disappearing after conditioning on parental characteristics, and hardly any test score gaps being explained by school-or peer quality (conditional on parental background). One reason may be that these countries have a long experience in absorbing new immigrants, and providing their children with education. For instance, the stock of the foreign born in total population in the US was 13.6% in 1900 and it is 12.5% today 14 , while many countries in Europe had only small, and culturally very similar, immigrant populations before the 1950s or -in the case of Southern Europe -until the 1980's. Thus, while traditional immigration countries may have developed educational institutions that are well explained and understood and provide easy and equal access to immigrant and native children alike, educational institutions in many European countries may be less transparent, more complex, and have more access restrictions. Thus, more transparency, and provision of better information to immigrants about educational paths and possibilities for their children could be an important first step in improving the educational outcomes of their children. Secondly, an important factor in explaining the test gaps between 24 children is parental education 15 . This hints at selective immigration policies being important in affecting the educational success of immigrant children. Thirdly, language spoken at home is very important in explaining test score gaps between children of immigrants and natives. Although care has to be taken when giving our estimates a causal interpretation, our results provide support for policies that improve the language proficiency of immigrants, and emphasise that this such policies may have long term consequences for the dynastic integration of immigrant populations 16 . And finally, our analysis suggests that children of Turkish emigrants enjoy better quality schools and peers in all destination countries and perform significantly better than children born and raised in Turkey. This is despite them attending, on average, slightly worse schools than the children of natives in the respective host countries. This adds an important detail to the debate about the disadvantage immigrant children experience in the receiving countries, by suggesting that -when compared to children in the home country, rather than to children in the destination country -these children may actually do better.
BOX 1. A FORMAL DISCUSSION OF INTERGENERATIONAL MOBILITY
In this box, we state in a slightly more formal way the considerations of Section 2.1.
It is common in the literature on intergenerational transmission to write the relationship between outcomes of parents and outcomes of children as How does that relate to the "integration" or "assimilation" of immigrant and native populations over time? To see this, consider Equation (1), and index outcomes of immigrants and natives by I and N respectively. Further, allow the intergenerational transmission parameter to differ between the two groups, so that      I N . Then the outcome differential between the two populations in generation t is given by 17 If the variance of education differs across the two generations, the OLS estimator  measures
Consider first the case where natives -is smaller than in the disadvantaged group), outcome differentials in the next generation may still be larger across groups than those in the previous generation even if there is regression to the mean within both groups. Thus, the degree of "integration", measured as the similarity of second generation immigrants' educational outcomes, depends on the relative magnitudes of  , N  , and I N    . See Dustmann and Glitz (2011) for more details, and extensive evidence. (2) adds dummies for the educational level of parents and the Higher Socio-Economic Index of Occupational Status (HISEI) of parents; model (3) controls additionally for several school characteristics: whether the school is public or private, school educational resources, class size, teacher qualifications, selectivity, ability grouping, school autonomy, school accountability; model (4) controls additionally for the average school reading test scores; model (5) adds the share of immigrants in the school; model (6) adds a dummy for the language spoken at home to model (5); model (7) adds a dummy for the language spoken at home to model (2). Regressions are run separately for each country. All coefficients and standard errors are estimated according to the "Unbiased Shortcut" procedure (PISA Technical Report, 2006) , using the replicate weights provided by PISA. * denotes significance at 10%, ** denotes significance at 5%, *** denotes significance at 1%. Source: PISA, 2006; for the US reading proficiency the source is PISA, 2003. (2) adds dummies for the educational level of parents and the Higher Socio-Economic Index of Occupational Status (HISEI) of parents; model (3) controls additionally for several school characteristics: whether the school is public or private, school educational resources, class size, teacher qualifications, selectivity, ability grouping, school autonomy, school accountability; model (4) controls additionally for the average school maths test scores; model (5) adds the share of immigrants in the school; model (6) adds a dummy for the language spoken at home to model (5); model (7) adds a dummy for the language spoken at home to model (2). All coefficients and standard errors are estimated according to the "Unbiased Shortcut" procedure (PISA Technical Report, 2006) , using the replicate weights provided by PISA. * denotes significance at 10%, ** denotes significance at 5%, *** denotes significance at 1%. Source: PISA, 2006; for the US reading proficiency the source is PISA, 2003. 
Tables
Figure 3.2 -Immigrant-native gaps in parental education and Maths test scores
Note: The figure plots the average gap in mathematics test scores between immigrants and natives versus the difference in the share of immigrant and native students with at least one parent who has tertiary education. 
APPENDIX: School quality variables
We provide here details for each of the school characteristics variable that we use Dummy variable for whether students' records or recommendation from feeder schools is a high priority or prerequisite for admittance.
Ability grouping
Dummy variable for whether students are grouped according to their ability at least for some classes. Yes Note: this table reports the reading proficiency gaps of immigrant relative to native students in several countries. Immigrants are defined as students whose both parents were born abroad. The values are the estimated coefficients of a regression of PISA scores on a dummy for immigrants. Model (1) reports unconditional regressions; model (2) adds dummies for the educational level of parents and the Higher Socio-Economic Index of Occupational Status (HISEI) of parents; model (3) controls additionally for several school characteristics: whether the school is public or private, school educational resources, class size, teacher qualifications, selectivity, ability grouping, school autonomy, school accountability; model (4) controls additionally for the average school reading test scores; model (5) adds the share of immigrants in the school; model (6) adds a dummy for the language spoken at home to model (5); model (7) adds a dummy for the language spoken at home to model (2). Regressions are run separately for each country. All coefficients and standard errors are estimated according to the "Unbiased Shortcut" procedure (PISA Technical Report, 2006) , using the replicate weights provided by PISA. * denotes significance at 10%, ** denotes significance at 5%, *** denotes significance at 1%. Source: PISA, 2006; for the US PISA, 2003. -38.03 *** -31.00 *** -32.77 *** -30.22 *** -36.23 *** -25.77 *** -20.71 ** (7.00) (6.31) (6.64) (5.86) (7.19) (9.53) (8.63) Austria -65.15 *** -45.81 *** -50.26 *** -31.49 *** -36.87 *** -37.91 *** -33.77 *** (13.13) (10.29) (7.59) (4.41) (4.77) (9.05) (9.12) Belgium -86.93 *** -68.25 *** -48.56 *** -30.56 *** -40.86 *** -36.96 *** -62.38 *** (6.92) (6.39) (6.03) (4.54) (5.34) (5.63) (6.80) France -38.92 *** -21.73 ** -24.48 *** -30.61 *** -33.24 *** -19.49 ** (9.68) (8.60) (4.16) (4.27) (5.02) (9.54) Germany -62.13 *** -40.79 *** -37.28 *** -24.63 *** -27.09 *** -16.61 ** -20.49 ** (8.00) (7.20) (6.17) (4.02) (4.63) (6.79) (8.91) Netherlands -49.16 *** -35.63 *** -34.36 *** -19.61 *** -23.93 *** -21.56 *** -34.63 *** (7.69) (7.14) (5.34) (3.39) (4.09) (5.60) (8.07) Switzerland -67.19 *** -50.54 *** -52.19 *** -43.47 *** -48.71 *** -41.61 *** -42.14 *** (5.07) (4.94) (5.00) (3.55) (3.94) (6.32) (6.90) Greece -28.97 ** -16.68 -10.57 3.11 8.54 9.22 -0.24 (10.81) (10.57) (10.46) (9.70) (11.41) (11.32) (13.37) Italy -41.80 *** -31.00 *** -31.33 *** -26.30 *** -32.43 *** -28.83 ** -20.21 (11.49) (10.25) (9.50) (6.59) (7.26) (13.71) (15.91) Portugal -41.48 *** -45.20 *** -39.76 *** -25.32 *** -24.69 *** -29.53 *** -47.99 *** (13.24) (11.12) (9.82) (7.80) (9.19) (10.34) (12.71) Spain -48.39 *** -47.29 *** -44.50 *** -35.91 *** -38.13 *** -40.26 *** -48.32 *** (7.12) (6.23) (5.46) (5.57) (7.21) Yes Note: this table reports the mathematics proficiency gaps of immigrant relative to native students in several countries. Immigrants are defined as students whose both parents were born abroad. The values are the estimated coefficients of a regression of PISA scores on a dummy for immigrants. Model (1) reports unconditional regressions; model (2) adds dummies for the educational level of parents and the Higher Socio-Economic Index of Occupational Status (HISEI) of parents; model (3) controls additionally for several school characteristics: whether the school is public or private, school educational resources, class size, teacher qualifications, selectivity, ability grouping, school autonomy, school accountability; model (4) controls additionally for the average school mathematics test scores; model (5) adds the share of immigrants in the school; model (6) adds a dummy for the language spoken at home to model (5); model (7) adds a dummy for the language spoken at home to model (2). Regressions are run separately for each country. All coefficients and standard errors are estimated according to the "Unbiased Shortcut" procedure (PISA Technical Report, 2006) , using the replicate weights provided by PISA. * denotes significance at 10%, ** denotes significance at 5%, *** denotes significance at 1%. Source: PISA, 2006. 
Index of curricular autonomy
